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Abstract
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of integrated reading, writing, and language behaviors characteristic
of 18 month old children.
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An Exploration of Environmental |
Correlates of Early Childhood Literacy

Reading researt:hers have’studied aspects of reading and in part:.cu-
lar have focused on the ac;qtzisitim of preschool literacy (Chafel, 1982;
Ferreiro, 1984; Goodman & Altwerger, 1981). Early reading ability may
be defined in different ways as ocrurring in kindergarten (Durkin, 1959;
Torry, 1969), during the preschool years of three to five (Goodall,.
1984; Hiebert, 1981}, or earlier (Doman, 1964; Krippmer, 1963; Reger,
1966; Soderbergh, 1971). The age of a child is apparently not a hin-
mmleammgmmadegrly;slmxgassmeismadymread.
Children themselves through awareness of and manipulation of environmen-
tal print demonstrate their readiness to read in unique aéys. |

C Literacy Behaviors

Don Holdaway's (1879) concept of literacy set motivated -the present
study's intent to examine literary behaviors in very young children, es-
pecially those who have not yet been exposed to the fonglity inherent
in the nursery schcol experience. Just how early in life do children
begin hypothesizing and interacting with their environment? "I\«a child-
ren, a boy, 17 months old, and a girl, 18 months old, were chosen with
the expecmt_ioﬁ that both would exhibit behaviors indicative of natural
cognitive and environmental l;e%mmgs as well as developmental charac-
teristics of familial saé‘i‘éi;zahm practices. Too often we undervalue
and underestimate children's cognitive processes and their aﬁ:ility to
control their own leaming and never more so than at this early age.

It is a somewhat novel but powerful idea to accept the principle that

Q

children are perfectly capable of teaching themselves (Bissex, 1984;
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Holdaway, 1979} and of selecting just the right balance of environmental

components necessary for leaming to occur.
Envircnmental Aspects

Four recurring environmental factors in the literature ane sumar-
ized bv Teale (1978) as follows: 1) access to and extent of print; 2)
moceling by parents and others; 3) opportunities for child interaction
with literacy t:éals; and 4) .positive response from significant persons
in the child's envifommt. Of the four characteristics, probably the
last one is the most :};nportant not only from a literacy a.n;i linguistic
standfeint, but also from a total concept of child development. Parents
are the primary agents of holistic and effective child environmental in-
texactions. M;nnse'is not synonymous with formal instruction although
the actual result J.s wunplanned individualized -instruction. “Parents are

important to the child on four points: 1) formation of at®itudes and

expectations about reading; 2) serving as reading models; 3) participa- ”

ting in the child's literacy activities; and 4) consciously teaching.
Generally speaking, most parents are aware that they are an impor-
tant part of their child's learning td read cn a theoretical lewvel, but
they are not consciously aware of their role as reading teachers within
the family environment. mnip{iaticn of environmental factors, first by
parents and later by teachers, encourages children to engage in increas-
iﬁgly independent literacy behaviors such as reading alocud to others,
looking —at bocks, pretend reading, and scribabiing (King, 1877; lLeicher,
g&%; Loughlin, 1982; Sheehan & Cole, 1983). The experiences provided
by parents are the ordinary ones of daily liie, but these simple events

are the very ones that define literacy parameters for the child.
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Home response, in Holdaway's (1979, p. 39) opinion must be "a sim-
ple giving and taking of pleasure in which a parent makes no demands on
the child, but is deeply gratified by the lively responses and questions
that nomally arise."” The home environment is marked by the quality of
the interactions, an attitude of acceptance and mﬁ-carrect‘{m; .in short,
by loving attention. ‘ |

'mscriptim of Tasks

The tasks for both cmld:en fecuse:.. an :eading—lﬂce and writihg—
like behaviors because of the chilézen»‘s ages and also because of lan-
guage developnent. At 18 months of age children are just beginning to
talk and are able to say only a few words, principally riouns. Both
children were given books to lock at and the researcher simply cbserved
their behavior. Bocks were selected from the children's.own collections.
The m’iting‘ task was handled the same way. Paper and mrkersvexc pro-
vided and behavior noted. It was intended to administer a .print aware—
ness test (Goodman & Altwerger, 1981) étilizing materials collected pre-
viously, but the test could¥ot be given to both children. Only Kyan,
the boy, &as.given the print dwareness test as he was tested in the
momming. Marcia, the 18 month old girl, was tested ingthe evening around
5:30 g;m‘; she tired after about 45 mi:;mtes and wanted her supper so

the print awareness test was eliminated.

Observed Behavior and Interpretation

Rran .,

The writing task was split into two sections at Ryan's “request."
f\ a
He played with tne marking pens (reqular size), removed the caps, ex-
changed them, dropped them, etc. After about three minutes of this

;R.
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activity, he lost interest in the pens and cbviously didn‘t\ want to scrib-
ble on the paper provided. We went on to ther print awareness and book
tasksbefammngbacktaﬁewntmg. 'mese@ndtmekyafnsmthex"
printed his name on the paper, pointed to it and Ryan began wrif.ihg.

“The most intereéting thing that k;appened during the session was that
Ryan got ink on his firigers, apparently for the first time. He was sur-
prised, turmed his hands this'way and that, showed them to his sister,
Stacy, and reexamined them. He was so fascinated with his hadds that
he refz;sed tc have them cleaned. | |

N"enhemntlnuedhxswntmg, he usedmepomtedmpcf the pen's
cap to write with and fmallyhandedthe sheets to his mother. She ask-
ed him, “Are you going tc write any more?" He replied, "Dow" (down),
so his sistar put him down on the floor. As he was getting down, he
knoci.xd the paperson the floor, saia "Ch, oh," picked them up, and
re-piled them on the table. Then he handed the wricten papers to his
mother seeking approval for what he had done. His sense ofﬁ product was
begixming.} |
I drew a flwex: on another sheet of paper. Ryan fiddled with the
pens in front of him. The sequence was as fol}t.ws: he had a cap, reached
for another cap which didn't .fit on the pen he had because it was al-
ready capped. He reached for the uncapped pen, put the cap on, examined
his inky hands, took off the cap again _and put it on his forefinger. In
the meantime, I nad drawn a smiling face next to the flower. Ryan touch-
ea the smiling face and then traced over it and the flower ~ith the pen
but very lightly. Then he put the pen in his mouth because his back

teeth were cutting. I played the spider game with him; he hesitated at

<
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first, then smiled-and finally laughed.
The two drav{ings/writi;xgs attacheé show an awareness of print even ‘ ’
- at this early age. I refer specifically to the clear directionality ev-
ident in thewntzng se}nples. Were he exposed to print that is not l}n—
ear, see Harste, Burke, and Woodward (1981, p. 106) for examplés of He-
brew and Arabic scribbles, I am sure his writing would probably exnibit
other characteristics more like the print he encountered in his environ-
ment. The scribbling he did for me is right on target for his age growp.
It is clearly imitative of a» line which is typical of 18 month-old child-
ren. This indicates developing directionality so important in learning
to read and write spontanecus. Scribbling is part of the adaptive be-

havior anticipated from 17-18 month-olds.

(
Most of Ryan's behavior reflected his interest in the writing in-
struments available to him. No crayons or pencils were evident possibl
S becavse at the time of the cbservation the family was living in a m‘:ef)

- while thglmmerwenttesciml. Ryan had his books, paper, andna\rmw |
marking pens All of the tehavior associated with the marking pens is
exploratory and developmental in nature. He was engaged in finding out
for himself what markers dé, which end is for writing, whether or not
the caps write, whether the cap of one pen fits another pen, etc. Active
participation makes the child aware of the functions of reading rnd
writing (Bissex, 1981; Fobeck & Wiseman, 1960: Smith, 1982).

Another interesting detail was the language ‘:sed. At first, it a
seemed restrictive but soon the age of the child and what could be exi

- pected developmentally became apparent. Fry (1972) states that |8-
nmtﬁ-ol&dxildmmtheaverage have a vocabulary of as many as ten
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words. : Ryan's words follow: “Oh, bh.“ “Man*a; " “crer" {cracker!, "baby,"
“p:etty"‘ “kz«:at“ {(kitty cat;, “horsie," “duck," “"sna" (snake). "bal}. "

. "here * *pir" (daddy) . Maow" (de'm) , and “"please.™ Note the principle
of approximation.at work in the development of oral ianguage production.

Tius frinciple refers to the continuous self—mtxated self—mm’cored

and saelf-corrected attempts by the child to master his commmicative

¢\ o

envipament. Social interaction is stimulated by’?amly members whe all
ow what the child's appmmatmn? mean and who‘am non~critical of ‘
his attstpts F , |
Atmrdcevelomtaltaskm:edbyme&am;stheabuztym
cut twc separate oral instnxctionsiwhich Pyan was able to do. His

_ told him to bring me an advertisement that had come in the mail
andhealsahasaskedtahandmeceminmingsmthemém. There is .
| an increaging amount of evidence suggesting that reading and writing
do not dewelop in linear but rather .in parallel fashion (Clay, 1977:
De Ford, 1981; Holdaway, 1979; Kane, 1982; Robeck & Wiseman, 1980).
Ultimately, the language arts are not mutually exclusive, but each re-
inforces the others to varying degrees and leads the child to new chal-
lenges in literacy development.

The Print Awareness Task. One of those challenges is increasing

competence in deciphering everyday print. Cx}ly two of the four condi-
tions of Goodman & Almer:ger‘s test were used because of the very young
age'of the child. These”¥pnditions were: 1) condition 1, two-dimension-
al print in context (the actual label itself with distinctive color, size,.

shape, etc.), and 2) condition 2, black and white xeroxed copies of two-

dimensional print.
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| During the print awareness task, Ryan was shown & total of twelve
labels and gave pcsitive responses to six of them. Only two positive
responses occurred once the print was placed in conditicx% 2. These were
to the Dorites and Kool-Aid bagsj The positive responses were to the
following stimuli: a Doritos bag, a Hershey wrapper, a Kool-Aid package,
& Ruffles bagj a Ritz cracker box, and a ccke can Pzevicusiy, positive
responses were cefined verbally; that is, as an oral reading of some of
the print on the label or an oral identification of the contents in a
generic sense as in chips for Riffles or candy for Hershey. .

Now, however, because of the developmental ia.nguage level of the
child, positive responses were redefined as actions: 1) [ointing; 2)
touching the label; 3) obvicus interest; 4) eye movements; 5) looking
at the label as opposed to glancing; 6) hesitation in looking at the cb-
ject; 7) reaching toward the stimulus; 8) wvocalization (whether or not
it was intelligible; 9) expression of any emotion; or {0) facial expres-
sion. Negative responses were defined as: 1) no flicker of interest
at én; 2) failure to look at the stimlus; A3) tuming the head away;

4) falling back on his pillow; and 5) total lack of response.

Judging from the pattem of positive and negative responses, it is
clear that children of this age can and do react to environmental print
as long as the print is disg;layed in condition 1 and/or condition 2;
that .xs,m a two-dimensional print context. The six positive res-
ponses to print with familiar accompanying color, size, shape, texture,
or script decreased .to two positive cnes once the accompanying featu:.;gs
charateristic of &e print were removed. |

e two positive responses in condition 2 were to Doritos and

9»;
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Kool-A. 1 bags. There are two possible reasons for these reactions. |
Thg first one is developmental in nature; that is to say, the child is
not bounded by a' stét;‘.c ceiling on what he recognizes pringwise. He
is simply more facile in céhditicn 1 and is initiating the trénsitim
to condition 2. The two responses may also be éttrib\xtab.le to ncthing
more than familiarity with the products through usage, the springboard

to the world of literacy.

‘me most outstanding exzmple of the meshing of verbal, motor, affec:-

tive, and cognitive responses occurred when Ryan was presented with the
Doritos bag.as a’st:'m}.us. . He looked at it, reached for it, touched it,
played with it, and opened it up to see what was inside. He knew what
x:vassuppcseémcantambecausehelcakeddxsappommdandbecame
angry men%e realized it was empty. Vocalization was emphatic, to say

_the least! Finally, his mother gave him a chip from another bag and

he was happy and ready to continue with the book task.
The Book Task. The book task consisted of observing Ryan handling

his books and noting his reading-like behaviors. Most of Ryan's books

" are of the hardback variety, both the covers and the pages. Significant

b@taviézs are listed below.

The mst important chéracteristic of the familial envimmnent. is
tRe interacticn between the child, his parents and older siblings.' The
studies cited previously conc:-ur that the hame environment should be in-~
teractive, wam, loving, and accepting of any behavior exhibited by
the child. Ryan would not look at any bocks until his mother or sister
held him on their laps. By his actions Ryan showed unequivocally that
he wanted adult attention as he offered the book to each of them

10
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in&iviéually, bounced around, reached for them, etc.
The book was handed to Ryan @sidemmmzehems@g
sure that all a&;lts were maying attention, he didn't mt;ée that it i
: was upside &cwn. He sat down anyway anci‘bégan tuming the pages for-
wards and backwards. 2gparently, in this task as in the writing task,
he is at appmmteiy the same level cf develogxrmt. He zs sartingx
ocut the \aery beginnings of print directionality in both reading and
writing-like behaviors. This ohsemtmn supports the idea of the lan—-
guage arts co-developing and, if so at this early age, why not more so
as the child géts older? | | |
- Another reading-like behavior that Ryan showed was a deliberate
insistance on voice reading. The researcher had asked his mother just

-t

to hold him cn her lap, & nothing, and let his actious be observed.
Mothers, however, must be so programmed to mth_e;—child interaction,

that she began tuming the pages for him, but she didn't read alowd.

~

It didn't take long fcr that to pall before Ryan made his expectation
known by saying "book.” The book he had was his faworite one, but it
quickly lost its appeal when it wasn't being read aloud. He repeated
"book" as his request for cral“ reading, but when no reading occurred,
he closed the book and tossed it up over his rignt shoulder. In other
words, it was clear that if no one was going to read alowd to him, the
story was over as far as he was concerned.

Two instances of story prediction (Bridges, Winograd, & Haley.
1983; Holdaway, 1979; Rhodes, lBS}{’mmgkins & Webeler, 1983) occurred
during the session. Both were during the reading of é bock cn baby
animals. Before his mother could read the text, Ryan supplied "ki-zat”

<
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fos "kitty cat® thus demnstrqtmg the familiarity principle so stressed
by all the researchers an preschccl reading. Further on, his mother
said, "Baby ___ " and Ryan supplied “duck. " '

" The _‘last?pri:ciplg to be discussed is that of eéel’f—se}\ectic.m of
bocks. Once again, because of the child's age, adult concepts, in this
cése interest, hgdfm be redefined in tems of a.cti';:e behavior. Ryan
very neatly assisted in the redefinition by the flurry of activi.ty he
deronstrated. | He hand}.eé all the books m&vzdua‘lly, tumed each one -
backwdrds and fcmrdsandcverandover, effezedva:xausm:ks tsh:.s

- -

mother or sister, said "Here" as he handed the author three bocks that
were cbviously not under considgratian, and finally decided on a book.
Qwetheselect.xcmhasmde. he climbed on mebedne.vttohxsmther
assumed an appropriate sitting posture, and began tummg the pages.
Even though the book was wpside down, he wes enjoying "reading" the
book himself. This re-enacting behavior is more sophisticated than

the reading-listening behavior ' described earlier.

| - Observed Behavier and Interpretation

Marcza

The Knt.ug Task. For the wntmg task, Marcia, like Ryan, was

given paper and a large marker. Her scribbling shows both hr.}nzant;al,
ver-ical, and circular characteristics and the volume, of course, is

noteworthy . Do girls "talk" more at this age “han boys? Developrenta-

' lists claim that girls do, in fact, achieve oral fluency much nore rap—

idly than koys do. From the variety of writing stiokes damrf;strated‘-
it seems reascnable that Marcia is a little further along developnan~

tally than Ryan although still well within the normal range for this

“ | . » K A
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-age group. |

n&F )
One relevant factor. in Marcia's case is that thesmother said that

Marcia was extremely interested whanever she (the nother} was writing

her college papers. The mother also said that Marcia was so interest-

ed that she began writing instruction with her, but stopped after two
daysmnsemieltmatsheﬁaspushingmiatmfaﬁtmfast. |
The self-regulation principle prevails in home writing instruction as
well as in reading. This instnx:tiud'pmbably explains the clear M
visible on the sample. |
Marcia exhibited exploratory behavior similar to Ryan's with re-

ks

gard to themt.mg instruments available. The author's pencils were
extremely atuqctive to Marcia and she showed excellent motor control
for her acge. | The writing sample, however, does not show evidence of
this control because she placed the paper on the couch as she experimen-
ted with the pencils. . )

The writing sanple shows that Marcia is very aware of the edges
of the paper and of the space that she thinks should be.filled. Clay,
1979, links reading and writing when she says lack of parent and child
book sharing may cause the child to perceive and consequently to manipu-
late two-dimensional space ineptly. Even with an oral reading back-
ground, the child must grapple with the differences in figurative (pic-
tures, drawing) and spatial (print, writing) relationships (Ferreiro,
1978, 1984). |

There are probably several interpretations of Marcia's space util-

ization: 1) She has probably not yet divorted the picture/print con-

cepts and since her books' pages are full, so is her writing sample;

13
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2) The mother reported that Marcia is very conscious that she is ot

supposed to mark on the furmiture; hénce, her precocious conceptual de-
velogment of paper's available space; 3) As was suggested ahove, per-
haps she sirmply has nore to “say" whatever t:he'g form of that expre:;m

<

may be. . .
|

-

Again, as did Ryan, Marcia exhibited cohesive motor, verbal, affec-
tive, and cognitive behavior when she was playing with the pens and peix—
cils in the author's purse. From playing with the pencils, she pro-’ |
gressedi:oopening t:hepuzseandexamnmg its contents. Shedidn'_t.
want to give upwhenteldbynermmertoséop. The only way to stop
her was to &ivert her with the mo.kers, but then the same thing occur-
red with them. Sﬁdi@‘tmnttaputanaifmemrkersxmenmwanted
to move on to the bock task. Children of this age have an extensive
period of concentration when the task engages their interest and is
self-initiated. They dertainly do show an abbreviated form of Holda-
way's idea regarding the tension line of challenge and relaxation,
tension and reward in respect to the learning tasks they have set for
themselves (1975, p. 96).

The vocabulary level is comparable to Ryan's and equivalent to the
level set by the‘ Language Evaluation Scale. Marcia's words are “agua,”
"water," “"oops," “"cinco" (fiwe), “"ya ya" (a hurt), “Butterball,” (the
name of the d&og), "pi pi" (a chicken), "moo," "book," "ya no" (no rore},
“papa” (supper), “venga" (come here) and so forth. I am sure that
she nas much more vocabulary in Spanish than she does in English be-
cause she is with a Nicaraguan baby sitter all day while her parents

are gone. Contrary to what same writers have indicated, bilingualism

14
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at this age has not hurt ber acquisition c{ English vocabulary.

The Print Awareness Task. The bock test was more difficult than

anticipated. After the lengthy writing task, the play with the purse’
and the markers, Marcia was not overly interested in looking at bocks.
The problem was further cmplicateci by Rosita, the live-in sitter, who
was trying to he% the child perform. Marcia would be given a bock
pside down to watch her behavior, but the sitter would turn it right
side up, begin.tuming -the pages for her, and asking her questions in
Spanish, such as " Como se llama el guau guau?” ("What's the dog's
name?"). .

One interesting behavior did manifest, however, when her nother ’
was éaymg "let's look at the m?:sx.e“ Marcia responded with the ap-
propriate sound effects for horse, cow, and &g (Cataldo, 1983, p. 212).
This vocalization was interpreted as a beginning attarét to define
words through the use of onamatopoeia.

When Marcia finally did consent to locking at books, the previous-
ly stated principles alsc applied. Her nother or the sitter were part
of the interactive environment as they read to her<daily. Marcia final-
ly exhibited some reading—liké behavior when her mother handed her a
book to look at. she went to the couch, assumed a reading position,
put the book between her legs, and began twrning the pages the normal
way from right to left. She did not twm pages backwards, as Ryan did,
but instead closed the book when she reached the end which was ‘mte:-
preted as a clear aancepti;:m cf "story's end" sincg the behavior was
consistent. After about five minutes of solo bock activity, she moved

closer to her nother for reassurance and patted her face and amm.

15
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Then the phone ran;_; and Marcia followed her mother to answer it. \
When they got back, ‘Marcia went tc twrmn on "la tele® (the television) L
and was told to tum it off. When the mother s2id “Here's your book,” ‘
Marcia responded with "Ya no" (ro more) and becane more adamant about
“oapa" (supper} so the session was tenmnated

- . Surmary and Implications

Same of the difficulties encountered in studying children at this
early age were the following: |
1. The age of the child and the level of language development .

-

meant that the researcher must devf.se new interpretative
| criteria to explain the child's behavior.
2. Th.. researcher must cepend more on his/her own “feel" for the
; chiléren, for what is nommal, developmental behavior, and for
% what can reasonably be expected from the child.

3. The researcher must be eytremely sensitive to the child and
his/her attempts to interact with the adultsﬁin his/her en-
vironment.

4. The age of the child, i.e., the younger the child, means that
the researcher's time with that child may not be as extended
as with an older subject.

5. The need at this age for parental (and/or significant others)
interaction and support frequently means that th& researcher
cannot carry out the tasks as planned.

Some observed developmental behaviors at 17-18 nonths of age were:

1. Playful leaming. |

2. Self-initiated, controlled, and terminated activity.

-
- t
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Expioratory and discovery behavicrs;
Responses -and behavmrsare multi-sensory in nature.
Book-readihg beﬁavio:s: |

‘a. Page turning.

b. Sitting in a certain position.

c. Clear m&catmn of stery's end.

d. Spontaneous. naming of picutres in the book.
e. Handling of bocks and book selection.

f. Snlo looking at books for a brief timespan.
Writing befxav_iors;: |

a. Directimzality.

b. Horizontal, vertical, an. circular forms.

c. E%and}.ing and experimenting with different writing instru-

ments. .

d. Sense of a written product.

Major reading principles elicited were:

1.

Parents respond positively to the Child's reading and writing
attempts.

The language arts are integrated even at this early age.

The child's reading and writing behaviors are context-depen-
dent. |

The child's early attenpts are approximations which are con-
tinually refined.

Reading and writing concepts are defined in active behaviors;
re, pointir;g. touching, looking, glancing, etc.

Family literacy events stimulate the child's interest in
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The most positive conclusion as a result of the stuciy is a new
awareness of the wlume, as well as the quali:ty of the material, to be
gained from children of this age group. ‘Their innate ability to direct
their learning precesses in intellicjent néys “is“mre impressive than
ever and opens up new areas of study with Aimportant Aday care and school

implications.

18




[l

An Exploration
18

References

Bissex, G. L. "The Child as Teacher." In Awakening To L<cter x
ed. H. Goelman, A. A. Oberg, and F. Smith. Exe.er.‘N. d. Rexnemann

Educational Books, 1984.

Bridge, C. A.; winegrad; P. N.; and Haley, D. "Using Predzctab&s
Materials vs. Preprimers to Teach Beginning Sight Words.
The Reading Teacher 26 (1983): 884-8S1l. .

A AN
Cataldo, C. 2. Infant and Toddler Programs. Reading, Massachusetts:
Addison-wesley Publishing Company, 1983.

Chafel, J. A. "Making Early Literacy A Natural Happening.” Childhood
Education (1982): 300-304. ' ,

‘Clay. M. M. "Exploring With A Pencil." Theory Into Practice 16 (1977):

DeFord, D. E: “Literacy: Reading, Writing, And Other Essentials.”
Language Arts 58 (1981): 652-658. X

Doman, G. J. How To Teach Your Baby To Read: The Gentle Revolution.

New York: Random Bouse, 1664.

Durkin, D. "A Study Of Children Who Learned To Read Prior To First.
Grade." California Journal of "Educational Research 10 (1959): 109-

113.

Ferreiro, E. "What Is Written In A Written Sentence? A Developmental
Answer." Boston University Journal Of Education 160 (1978): 25-39.

___"The Underlying Logic of Literacy Development.” In Awakening To
" Literacy, -ed. H. Goelman, A. A. Oberg, and F. Smith. Exeter, N. H.:

Heinemann Educational Books, "1984.

Fry, E. B. Reading Instruction Fotr Classroom And Ciinic. New York:
McCGraw-Hill Book Company, 1972.

Goodall, M. "Can Four Year Olds 'Read' Words In The Environment?"
The Reading Teachef 37 (1984): 478-482.

Coodman, Y., and Altwerger, B. Print Awareness In Pre-School Children:
A Working Paper. Tucson: University of Arizona.1981. (ERIC .

Eécument Reproduction Service No. ED 210 629).

L

-Harste,J.; Burke, C. L.; and Woodward, V. A. Children's Language and

World: Imitial Encounters With Print. Bloomington: Indiana School
of Education, 1981.

19



'Hiebé}:. E. M. "Developmental Patterns And Interrelationships Of .

An Exploration

20 ) -

Preschocl Children's Print Awareness." Reading Research Quarterly
16 (1981): 236-280.

Holdaway, D. Fcuaéations‘gg Literacy. New York: Ashton Scholastic,
1876, *

- King, M. "Evaluating Reading." Theory Into Practice 16 (1977): 334~

341.

-

Krippner, S. "The Boy Who ReadhAt Eighteen Months." Ex:egtianai‘
Children 30 (1963): 105-109. :

Leichter, H. J. "“Families As“Environnents For Literacy." 1Ir Avakening
To Literacy, ed. H. Goelman, A. A. Oberg, and F. Smith. Exeter,
N. H.: Heinemann Educational Books, 1984.

Loughlin, C. E. "Reflecting Literacy In The Eavironment." The New
Mexico Journal Of Reading 3 (1982): 17-19.

Reger, R. "The Child Who Could Read Before He Could Talk." Journal
0f School Pszchalagz & (1966): 50-55. '

Rhodes, L. K. "I Can Read! Predictable Books As Resources For
Reading And Writing Instruction." The Reading Teacher 34 (1981):

511-518. -

Robeck, C. D., and Wiseéman, D. The Development of Literacg 23 Middle-~
Class Preschool Children. San Antonio, Texas, 1980. (ERIC
Document Reproduction Service No. ED 206 386).

Sheehan, P., and Cole, N. "How To Look At Environments To See What
Literacy Support There Is."” The New Mexico Jourmal Of Reading

3 (i983): 11-13.

Smith, F. Understanding Reading. New York: Holt, Rinehart and Winston,
1882,

l‘“ﬁ?

Soderbargh, R. Reading In Early Childhood. Stockholm: Almgvist and
Wiksell, 1971.

Teale, W. H. "Positive Environments For Learning To Read: What |
Studies Of Early Readers Tell Us." Language Arts 55 (1978):
(22-929. P

A

Tompkins, G., and Webeler, M. B. '"What Will Happen Next?- Using
Predictable Books With Young Children." The Reading Teacher 26

(1983): 498-502.

Torrey, J. W. "Learning To Read Without A Teacher: A Case Study." .
Elementary English 46 (1969): 530-556.

20




21




22

* .

BEST COPY AVAILABLE



- . ae.
e‘:;te?h R £ W .






a4
-

BEST COPY AVAILABLE

23




2

B L



